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The significance of this study of online Cognitive Coaching practice is not in the replication of face-to-face coaching, but in the discovery of the unique capabilities of human interactions in online environments that provide a framework for what cannot be done in face-to-face Cognitive Coaching training. These unique capabilities revolve around three basic themes: (a) multiple sources of reflective data, (b) the transparency of text-based thought, and (c) invisible scaffolding. These capacities are not available in face-to-face Cognitive Coaching training in the same way or to the same extent as they are in online environments or when using tools designed for networking. Each represents a unique possibility for mutual capacity-building.

Multiple Sources of Reflective Data


The cycle of planning, observing, reflecting, and planning again that underlies the process of Cognitive Coaching is used by coaches to effectively take on an identity as a mediator of thinking and requires access to functional, formative data. This exploratory study has just begun to scratch the surface of what is possible with the integration of the affordances of technology into Cognitive Coaching practice. The use of the Community of Inquiry Model and its coding template, the archiving of coaching conversations, and the continued development of the Rubrics for Cognitive Coaching promise to impact the self-assessment and growth of Cognitive coaches.
This study has identified the striking similarities of the theoretical framework of the Community of Inquiry Model to that of Cognitive Coaching. Continued modifications of the coding template to include further indicators specific to Cognitive Coaching could have profound implications in the realm of programmatic and environmental assessments. In addition, the capacity to assess learning experiences and interactions on the multiple levels of social, cognitive, and teaching presence simultaneously provides a depth of formative data on Cognitive Coaching practice that has not been easily accessed in the past. The Community of Inquiry Model provides a unique filter of perception to the practice of Cognitive Coaching.


While the Community of Inquiry Model has previously been used solely for the determination of the capacity of an asynchronous environment to support a higher education learning experience, this study extends the use of the Model and its coding template to synchronous online interactions. The capacity of Tapped In to provide transcripts of these interactions results in a wealth of data in much the same way as the postings of threaded discussions throughout the literature. The possibility of assessing the capacity of synchronous online environments for effective educational experiences, and more specifically, for the practice of Cognitive Coaching has now been demonstrated. Insights into Cognitive Coaching practice that were previously based solely on the lens of the framework of Cognitive Coaching itself may now be gained by examining the practice of coaching through the content analysis of both synchronous and asynchronous interactions for social, cognitive, and teaching presence.


Social presence has been shown both theoretically and in practice, to be one measure of the building of trust, critical to coaching interactions. Evidence of social presence was found in both the synchronous and asynchronous interactions of Cognitive Coaches in Tapped In. At the same time, evidence of quality Cognitive Coaching conversations that require the building of trust was also identified. Future research may provide needed insights into the ability of a coach to be fully present in a coaching relationship and the impact of the environment on that ability. In addition, the examination of the interactions of a group of coaches in a training situation provides valuable feedback regarding the training of those coaches (e.g., the greater the degree of social presence, the greater the capacity of the group to mutually support one another). 


The phases of cognitive presence measured through the coding template of the Community of Inquiry Model are virtually identical to the steps of the Cognitive Coaching Reflecting conversation (see Table 116). 

Table 116

Comparison of the Identifiers of Cognitive Presence and the Reflecting Conversation Map

	Identifiers of Cognitive Presence
	Steps of the Reflecting Conversation

	Triggering Event or Communication
	Summarize Impressions

	Exploration
	Analyze Causal Factors

	Integration
	Construct New Learning

	Resolution
	Commit to Application


While cognitive presence measures the extent to which participants are able to construct meaning through the sustained communication of a group, the reflecting conversation provides a framework for the construction of meaning through a coaching interaction. Cognitive presence was found in each transcript of the interactions of the participants of this study. At the same time, evidence of the meaningful engagement of participants with the content of the online training and with each other was gained through the identification of each of the three elements essential to Cognitive Coaching. This suggests the usefulness of the cognitive presence coding template and the Community of Inquiry Model for future research into Cognitive Coaching in online environments. 


Teaching presence was also identified in both the training phase and the intervention phase of this study. The purposeful design of quality training of Cognitive Coaches through the scaffolds of the coaching maps, sentence stems, levels of paraphrasing, the Learning Guide, and the Trainer’s Guide was evident in the examination of the transcripts and postings of the interactions of the moderator and the participants in this study. Further use of the capacity to measure teaching presence, as well as social and cognitive presence, promises to impact the continued development of Cognitive Coaching training and trainers.


During this study, all of the interactions of the participants and the moderator were archived through the transcripts of synchronous conversations and through asynchronous postings to the threaded discussion groups. The unique capacity of technology-supported communication to capture in perpetuity the content of Cognitive Coaching conversations, as well as training experiences, has powerful implications. Coaches may read and reread each conversation for useful insights into their coaching practice. Coachees may do the same and gain greater understanding of the content with which they may be struggling. Cognitive Coaching trainers may also access valuable information about the progress of the participants in their training. The capacity of text-based interactions to provide quantifiable data extends previous avenues of self-directed indicators of success.


This first foray into the assessment of quality online Cognitive Coaching conversations using the newly developed rubrics necessitated the revision of these rubrics for use in a text-based environment. A determination based on the literature, of the three traits essential to all Cognitive Coaching conversations, allowed for the development of an assessment tool that may be used across multiple types of conversations in multiple environments. These three essential traits are the elements of rapport, levels of paraphrasing, and the characteristics of mediational questions. Each trait is clearly defined in the literature on Cognitive Coaching. Further development of this tool and additional measures of both its reliability and validity is recommended. 

In Cognitive Coaching, as in any reflection on practice, multiple sources of data and tools for its analysis are critical in both theoretically and empirically strengthening the validity of its insights. The framework of the Community of Inquiry Model, the archival of text-based data, and the modification of the rubrics assessing quality Cognitive Coaching each provide new avenues of approach in the improvement of Cognitive Coaching practice.

Transparency of Text-Based Thought


The purposeful choice of word usage is an inherent part of Cognitive Coaching, and, with practice, may be uniquely enhanced by a text-based environment. Three significant conclusions may be made based upon the findings of this study. First, enough training and practice to ensure automaticity is required for the use of the emote (:) command to make gestures and indicate actions in a text-based environment to impact the lack of nonverbal communication and visual cues. Second, in face-to-face Cognitive Coaching, the sharing of Journal writing is intermittent and limited, while online Journal writing increases the access of participants to the thinking of others through the automatic emailing of postings to all members of the group. Finally, instant messaging promises to add a unique third dimension to the practice of online Cognitive Coaching.


The ability to make gestures and indicate actions using the emote (:) command was found to be an enhancement of online Cognitive Coaching. This was also a feature of the online environment used frequently by all of the participants, especially in the context of interactions outside of the Cognitive Coaching conversations. Carol found that “Rapport is… built by the words we choose. I found myself analyzing presuppositions online tonight. The gestures did seem to help with understanding people’s feelings.” 

Ironically, within the coaching conversations, participants used the capability of emoting with less frequency. Even though, initially, participants experienced the benefits of emoting to make nonverbal cues overt through text, when coaching, they frequently did not use it in ways that might mitigate the effects of the lack of nonverbals. 

It is recommended that future research into online Cognitive Coaching examine the extent and type of training needed to develop a level of automaticity in the use of this feature during coaching conversations. The possibilities inherent in the filtering of inadvertent nonverbal communication while at the same time purposefully choosing which words to use should also be noted and examined further.


Journal writing is a common mode of reflection in the face-to-face training of Cognitive Coaches. Frequently, the content of the training is processed through written text and then shared intermittently with partners or table groups. The impact of the cognition necessary to translate reflective thought into the written word is an underlying assumption of this practice. In the online Cognitive Coaching practice engaged in through this study, all interactions were text-based, available to all participants in the group, both developed and shared collectively. This unique feature of online text-based Cognitive Coaching merits further study.


Instant messaging was not a feature of the online environment used in this study; however, unique possibilities were found to exist in its use for Cognitive Coaching. First, instant messaging is just that- instant. The ability to engage in quick, immediate coaching conversations, as needed, is unprecedented. However, the most significant possibility presented by instant messaging, in which the typing of the participant is instantly visible to the recipient, is the relative transparency of thought as it is generated. The ability to see and participate in the process of thought generation, development, and revision through instant messaging could add a whole new dimension to the practice of Cognitive Coaching. If these interactions could then be archived, this would indeed represent a powerful combination of affordances.

Invisible Scaffolding


This study found two additional unique capabilities that are available to Cognitive Coaches through the use of technology for coaching. First, the ability of the coach to use the visual scaffolds designed to support the coaching process without breaking rapport, and second, the use of private messaging for meta-coaching. Each of these capabilities represents significant affordances that are not available while coaching face-to-face.

The training of Cognitive Coaches includes the use of a number of scaffolds. First, the maps of each type of Cognitive Coaching conversation provide a visual representation of each of the steps of the conversation. A diagram of sentence stems for each cognitive operation, a table of the three levels of paraphrasing, and a pocket guide to powerful questions designed to access each of the five States of Mind are also available. In face-to-face Cognitive Coaching, even during training, these scaffolds are rarely used since it is difficult to maintain rapport while accessing these tools. The physical distance of online communication enables coaches, possibly for the first time, to be able to use these tools to improve their coaching practice without breaking rapport. This is a particularly powerful affordance of online communication for the practice and training of Cognitive Coaches.

Another tool used in the face-to-face training of Cognitive coaches is meta-coaching or coaching-the-coach. Once again, however, the use of this tool is visible to the coachee and may only be used when the principle aim of the coaching conversation is the training of the coach, rather than engagement in a meaningful exchange between coach and coachee. This limitation is inherent in face-to-face coaching-the-coach. This study found that the private messaging feature of many synchronous online environments might provide an exciting new venue for meta-coaching or even team coaching that can’t be equaled face-to-face.

Additional Recommendations for Further Study: Replications and Extensions


It is recommended that other researchers replicate this study using the revised Guide to Online Cognitive Coaching to confirm the validity of its findings and conclusions. Replication would also assist in ruling out the impact of a possible bias on the part of the researcher who served as a moderator facilitating each session and providing technical assistance. Additional studies of specific features of online environments that add value to the practice of online Cognitive Coaching are also recommended. Finally, the examination of a variety of environments with common features would serve to strengthen the findings, conclusions, and recommendations of this study.

Recommendations for Designers of Online Environments: Features and Affordances

Based on the findings of this study, a configuration of online features for Cognitive Coaching practice designed specifically for small group interactions is recommended. This configuration should include the ability to view the other participants’ typing while it is in progress, and the capacity for private messaging. Chat windows should remain in the foreground no matter what other applications or web pages a participant might open. The availability of an audio cue for a new message or the entrance of a new participant would be helpful (also the ability to turn that feature off). Transcripts of all interactions with time stamps should be automatically emailed to all group members regardless of when the group member enters or leaves the environment. The ability to lock a room and to allow only members approved by a moderator is also important. Both chat and threaded discussion, as well as the posting of files and the availability of whiteboards, should be included. As broadband communications become more widely available, the possibility of adding the capacity for video and audio communication should be explored. 

Ease of use must be carefully considered, and multiple levels of scaffolds provided. In particular, the need to navigate the environment should be limited. Simplicity and function should underlie all design decisions. The environment should not be platform specific and support should be provided for each platform. 

Tutorials, tours, and tips on the use of the environment, both synchronous and asynchronous would be advisable. This study confirms previous findings that support for the use of the online environment is needed and valued. The presence of a moderator throughout each phase of the study was a highly rated factor upon which the success of this endeavor rested. Exposure to a range of possibilities enabled by technology (Woodruff et al., 1998) is needed, particularly in the form of sufficient practice with both the features of the environment and practice in the implementation of Cognitive Coaching conversations within that environment. 

Recommendations for the Practice of Online Cognitive Coaching: 
Time and Training

This study supports the findings of previous research that certain elements are needed to apply technology effectively (Woodruff et al., 1998). Time is a critical factor that impacted participants' interactions in a number of arenas, e.g., enough time to practice the features of the environment, time to learn how to navigate the environment, sufficient time for coaching practice, and an array of options for scheduled access to the environment. Using a communication vehicle more conducive to the resolution of scheduling issues during the initial phase, e.g., the telephone, may help in increasing attendance. This issue of time continues to be a central issue in studies of innovations.

The need to maximize the time available during each session by focusing primarily on technology practice, coaching practice, and getting to know one another was demonstrated. Discussions about the impact of the online environment, while important, would probably be best addressed within the asynchronous threaded discussions rather than during real-time chat. If asynchronous Cognitive Coaching conversations are attempted, consideration should be given to having the moderator actively participate in these discussions in order to model how these conversations might be effectively accomplished. Possible incentives for participation that might motivate increased attendance, e.g., continuing education units, should also be considered.

As Edwards (2001) found in her synthesis of the research on Cognitive Coaching, it is also important to be aware of implementation concerns, in particular, the levels of concerns of participants. The results of this study indicate that using the features listed in the previous chapter to enhance and add value to the practice of online Cognitive Coaching will assist in reducing levels of concerns if participants are given sufficient time for online coaching practice. 

Edwards (2001) also suggests that teachers need to be involved right away in implementing coaching skills. The results of this study indicate that having participants begin coaching online right away (once trained in the use of the environment), and maximizing the amount of coaching practice time available would positively impact the success of the online interactions. Although each online session took longer than anticipated and each coaching conversation appears to require more time than is required during face-to-face trainings, focusing solely on coaching conversations and the debriefing of those conversations may assist in addressing these issues.

Additional and on-going training in the use of the environment, particularly in terms of navigation, is recommended. Spreading the sessions out over a longer period of time, as would be the case if this were used as an alternative to the homework now scheduled as part of the Foundation training in Cognitive Coaching, promises to be more effective than having multiple sessions each week for 3 weeks. It is believed that participation might improve if one session per week or every other week were provided at different times to accommodate for different time zones and work schedules. If participation were improved, then participants would have significantly more time to practice their skills in both the technology and in coaching using that technology. Additional time would also be available for participants to get to know one another.

Providing social time and face-to-face training activities would be beneficial. One solution to increasing participants' comfort level with each other would be to train participants in the use of this environment when they are face-to-face at their Foundation or Advanced training sessions. It was found, in particular, that it is more difficult to train participants in how to use the features of an online environment while online than to give the same training face-to-face. Another possible solution to this dilemma would be the use of digital video to demonstrate and model both the use of the technology and, specifically, its use while participating in a coaching conversation. This digital video might then be recorded on DVD's and disseminated to the participants for training at a time based on their convenience rather than at scheduled times.

Emerging Technologies for Mutual Capacity-Building
New possibilities for the use of technology in the practice of Cognitive Coaching are constantly evolving. Voice over Internet Protocol, or VoIP, can already provide audio communication capabilities over the Internet. Choi (2004) of Innovation News has reported that pocket-sized projectors small enough to fit into a PDA-sized gadget, but bright enough to display images the size of a laptop screen on any white surface, are due out in the next three years. Combine that promising innovation with audio capabilities and the communication medium rapidly approaches that of face-to-face interactions and dynamically introduces the possibility of just-in-time Cognitive Coaching.

Georgia Tech professor, Thad Starner, is busily inventing simple solutions to the integration of wearable computing into the everyday lives of users (Garfinkel, 2004). Researchers at Bauhaus University in Germany are attempting to bring augmented reality systems that combine digital information with real-world objects to the mass market using cell phones (Technology Research News, 2004a). Imagine the impact on data collection and the analysis and sharing of this information on the improvement of coaching practice. 

Verizon is changing to packet switching to merge the worlds of phones, data, and television and put control in the hands of the user (Fitzgerald, 2004). At the University of California at Davis, researchers have designed a sound system for use in immersive interactive multimedia that allows listeners to move (Technology Research News, 2004b). Imagine an immersive interactive teaching experience and coaching within that context to process and learn from that experience without setting foot in a classroom.

The possibilities are endless, as are the application of these possibilities to the practice of Cognitive Coaching. Just as the invention of the wheel presaged a new age in the world of transportation, the use of technology to empower human interaction and communication has just begun. Which technology uses become ubiquitous in the building of the capacity of human cognition to improve instructional practice is yet to be seen, but it certainly promises to be quite a ride.
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